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CHAPTER I

INTRODUCTION TO THE PROBLEM
Purpose of the Study

School districts are being challenged to provide
effective reading instruction for the s tudent who has

continually lagged behind in reading performance.

Reading performance in low-achieving young readers can
be affiliated with problems related to the use of

strategic processes (Rabinowetz, Cohn

1992.)

f

and Freeman,

Research indicated the nature of reading

instruction influenced the strategies and thinking

process that young children form when learning to read
(Lyons, 1992. )

However, past reading instruction for

low-achieving readers has focused on

I?

the basics" with

the exclusion of reasoning and thinking strategic

processess (Means & Knapp,

1991; Routman,

1988.)

Effective reading instruction for low-achieving

young readers must move beyond the basic skills and focus
at higher

level strategic skills.

Young readers need

to develop a range of reading strategies for thinking

about printed language and a knowledge of how to integrate
them in the reading process.

Poor readers may not

develop reading strategies on their own or achieve this
orchestration (Clay,

1991.)

The writer felt the absence

of strategic development in low-achieving young readers

was partly due to the method of reading instruction.

The writer's previous reading experience has lead

the writer to believe reading instruction for low-

achieving readers should encourage students to use a
balance of cueing systems, with the main focus on meaning.
Reading instruction should support the range of infor

mation needed for reading; meaning,

language, syntax, and

visual information.

The writer felt low-achieving beginning readers

could become successful readers when reading instruction
focused on strengths of the reader and included the

teaching of specific reading strategies.

Low-achieving

readers need to be shown the "how to's" of the reading

process iso they can achieve reading success.

Statement of the Problem
The purpose of this study was to analyze the effects

of strategic instruction on the oral reading behavior

score of first grade low-achieving students.

Hypotheses

There will be no significant difference between
the pre and posttest mean scores of students after they

have been exposed to strategic instruction designed to

improve oral reading behaviors.

2.

Assumptions
In order to carry out this study the writer made

certain assumptions.

First, all students received the

same amount of daily instruction time.

Secondly, the

writer assumed students performed to the best of their

ability on weekly oral running records.

Lastly, the

writer assumed each student participated and inter

acted with the teacher and other group members during
instruction.

Limitations
The writer found several limitations in conducting

this research.

One limitation was the sample size. The

writer's sample size was limited to the twelve students

in the Chapter One reading program.
Another project limitation was duration of the study.

The project was limited to a specific length of time
which may not be adequate to obtain accurate findings.
Also, there was no control group in using the

classical T| X T2 design.

Other limitations deal with internal validity
factors of the design.

validity included

Factors which effect internal

the effect of history, statistical

regression, experimental mortality, and maturation.

3.

Definition of Terms

A Strategy is a way of working to locate in

formation or to work on information, or to relate it to
things already known, or to transform it by some known
procedure, or to produce a possible interputation and

a response (Clay,

1991.)

Strategic Instruction is an approach which emphasizes

the acguisition of reading strategies based on the learners
strengths (Clay,

1985.)

The teacher induces the learner

to behave in an appropriate way and encourages the learner
to confirm or correct responses (Routman,

1988.)

Running Record is a way to record oral reading

behaviors using a kind of shorthand miscue recording

technigue.

It provides insight about the strategies a

reader is using.
Miscue is an approximation through which a reader works

towards meaning (Reading in Junior Classes,

1990.)

Self-Monitoring is when the reader hesitates or stops

and is aware of an error when reading.
Self-Extending System is the aim to produce in

dependent readers whose reading improves whenever reading

occurs (Reading in Junior Classes,1990.)
Chapter One is a federally funded program which

provides extra reading services for qualifying students.
Concepts of Print are concepts about printed

language.

CHAPTER II
LITERATURE REVIEW
Reasons Supporting Strategic Instruction for
Low-Achieving Beginning Readers

Reading strategies are important in the development
of a self-extending system for low-achieving beginning

readers was one reason supporting strategic instruction

(Clay,

1991. )

Clay (1991) further stated students who

did not do well in reading did not develop a useful
personal theory of reading

so they did not develop

strategies that helped them accurately relate print symbols
to meaning.

A low-progress reader may have the necessary

items of knowledge but may not have learned how to use
these items in the reading process.

They need to be

shown how to take known information to get to the unknown.

Clay (1991) found low-achieving readers need to use

a set of strategies which enabled them to monitor their
own reading and check one source of information with

other sources in a sequential process.

Clay (1991)

stated these activities served to extend the potential of
the reader to engage in more difficult activities so the

reader assumed the major responsibility for learning to
read by reading.

The development of such a system is the

goal for low-achieving beginning readers.

A reader who continues to focus only on print will
not develop a self-extending system (Clay,

5.

1985.)

Shifts in the readers'
illustrations,

focus on attention between print,

and story meanings are natural

and

important events in the learning-to-read process.

These

shifts help the reader link books, personal experiences,
and develop flexibility.

use of visual,
on print,

If readers do not balance the

structual, and meaning cues as they focus

illustrations, and personal experiences, the

reading process may break down (DeFord, Lyons, and

Pinnell,

1991.)

Supporting the reader through interactions

focused on strategies and meaning has given readers the

chance to become independent learners who can continue

to grow and learn from text (DeFord, Lyons, and Pinnell,

1991. )
It is the readers ability to use sampling, prediction,

confirming, and self-correction strategies quickly,

confidently and independently which Clay called a readers
"self-extending" system.

She stated:

the end-point of early instruction has been reached
when children have a self-improving system, which
means that they learn more about reading every time
they read, independent of instruction... they engage
in "reading work", a deliberate effort to solve
new problems with familiar’information and procedures.
They notice new things about words.
The newlynoticed feature(s) of print, worked upon today,
become the reference point for another encounter in
a few days ( 1985. )

Children have learned how to learn when they work
out problems they meet in new text by relying on their

own problem-solving abilities.

They think independently

which enables low-progress readers to contribute to their
6.

own learning.

A second reason supporting strategic instruction
for low-achieving beginning readers was that good readers
tend to use more reading strategies than poor readers

(Kletzeun,

Researchers predicted one difference

1991.)

between good and poor readers was in their knowledge of
reading strategies.

According to Kletzeun, Paris and

Myers (1988) stated poor readers were less aware of

harmful "strategies" that would interfere with reading,
such as watching television, while reading.

However,

good and poor readers were equal in their ability to
recognize useful strategies.

Studies which compared readers knowledge of strategies
suggested there were developmental changes in the relation
ship between reading ability and the ability to verbalize

strategy knowledge (Kletzeun, 1991.)

Kletzeun stated

differences in verbal ability appeared to contribute to
differences between good and poor readers in the way they
described their reading strategies.

Young readers

appeared to detect comprehension problems when reading,
however were unable to verbalize their difficulty.

Kletzeun (1991) compared strategies used by good and
poor readers reading the same material at independent

reading levels.

He found good readers appeared to have

greater ability to control their strategy use by changing

types of strategies for the text that was being read.
Good readers also appeared more aware of organization
7.

and how it affected reading.
Poor readers were less likely to be alerted to

text structure.

Kletzeun indicated that poor readers

may have used structure as a strategy during reading
but were not aware of it.
At the frustration reading level, Kletzeun (1991)
found the differences between the two groups of readers

were more pronounced. Good readers continued to try
different strategies to gain meaning of the text.

Poor

readers showed a decline in strategy use and in the

number of times strategies were used.

They concentrated

on individual words instead of on ideas or relations

between sentences.

They were concerned with the

pronunciation and meaning of "hard" vocabulary words
instead of the meaning of the passage.
Strategic instruction had permanent effects and

raised self-esteem in low-achieving beginning readers

was another reason supporting strategic instruction
(Sawyer,

1992.)

Sawyer further stated children's sense

of self-esteem was an important factor in academic
performance. Self-esteem determined the student's choice

of activities, expenditure of effort,

and persistence

when faced with a difficult task.
Happy, relaxed, stimulated relationships between
children and teachers promoted growth of personality

which in turn advanced self-esteem.

Strategic instruction

provided this type of atmosphere and helped children change

8.

views of themselves as readers ( Deford, Lyons, and
Pinnell,

1991 . )

Another reason supporting strategic instruction
for low-achieving beginning readers was strategic

instruction had characteristics of effective reading

programs (Anderson, Heibert, Scott, and Wilkinson, 1985;

Routman, 1988; Spiegal,

1992.)

Spiegal stated teacher-

directed instruction was a characteristic of effective

reading programs.

In direct instruction the steps in a

thought process are explained, leading to comprehension.

Spiegal supported direct instruction for teaching specific
skills about print to low-achieving readers and children

with impoverished literacy backgrounds.

She stated these

children are unlikely to figure out effective reading
Spiegal determined instruction

strategies by themselves.

of this type was the best way to develop strategic

processing in reading.
A reading program which focused on strategies, not

skills and provided readers with a range of strategies to
meet reading needs was another characteristic of effective

reading programs.

Routman (1988) stated strategies implied

high-level thinking,

integration, and independence.

Strategies involved choice where readers developed a

range of options from which they could choose when diff
iculties were encountered.

Skills implied low-level thinking, isolation, and

9.

accurate, rapid responses based on previous training.

Routman(1988) stated skills are the learned procedures
students have been repeatedly drilled on; they are

automatic, passive, and similiar for each reading
s i tuat ion.

Research has shown in a well designed reading

program mastery of isolated parts was not the main goal.
There was a proper balance between practice of the parts
and practice of the whole (Anderson, Heibert, Scott, and
Wilkinson, 1985.)
Clearly defined objectives for instruction was
another characteristic

(Spiegal, 1992.)

of an effective reading program

Research has shown that learning was

more likely to occur if readers were aware of what was

to be learned, why it was important to learn the learned
task, and then guided by teacher modeling and explaination

(Spiegal,

1992.)

10.

Ways to Develop Reading Strategies

Good questioning skills that promote self

monitoring was one way that developed high level thinking
strategies in low-achieving beginning readers (Clay,
1991.)

1985;

According to Clay, low-achieving beginning readers

lacked a self-monitoring strategy for checking their own
reading comprehension.

This prevented them from becoming

successful readers.

Clay (1985) suggested the reader who was unable to

naturally monitor reading behavior needed specific
instruction in self-monitoring strategies.

Clay developed

a questioning approach which made the reader conscious of
useful print operations.

Questions such as,

"How did you

know it was...?", and "How can you tell?", asked by the

teacher made the reader aware of used strategies.

Eventually

the reader asked himself the same questions as he became
more aware of print strategies.
Pauses by the teacher, as if expecting the problem

to be solved by the reader, promoted the development of

self-monitoring as well.

Prompting the reader to check

correct and incorrect reading responses also aided in
the establishment of self-monitoring.

When the reader

gained control over the task, adult support was gradually
withdrawn.

Through self-monitoring procedures,

low-

achieving readers learned to help themselves.

Responsibility for doing the reading work became that of
the reader, not the teacher.
11.

Clay (1985) suggested the following procedures

for establishment of self-monitoring :
1. Remind the reader to start the sentence again.
2. Ask the reader if his reading makes sense or
sounds right.
3. Encourage the reader to take an educated guess.
4. Remind the reader to take a careful look at the
word.

Development of an independent reader is the goal of self
monitoring procedures.

Teacher modeling of the thinking process was another

way that developed reading strategies in low-achieving

young readers (Schmitt,
Knapp,

1991; Herrmann,

1988; Kletzeun,

1992.)

Schmitt

1991; Means &
1988) found

awareness of metacomprehension strategies was characteristic

of good conprehenders.

Other studies have shown beginning

readers can be taught metacomprehension strategies by using

a thinking aloud technique.

This technique was associated

with effective reading and writing for low-achieving readers
(Schmitt, 1988; Herrmann, 1992.)

Researchers agreed modeling

of appropriate thinking strategies should be included as
part of instruction for low-achieving beginning readers.

Modeling of the thinking aloud process required teacher

verbalization of strategic reasoning.

Herrmann ( 1992)

referred to this type of verbalization as "mental modeling.”
The modeling process included thinking strategies for:
preview of reading material, prediction, use of questions,
use of fix-up strategies for comprehension breakdowns,

and summarization as a monitoring strategy (Schmitt,
Herrmann,

1992 . )

12.

1990;

Researchers felt this type of modeling differed
from other think-aloud techniques because it revealed
thinking processes, where other techniques revealed the

end result of thinking, but not thinking processes.
A follow-up discussion followed the completion of
the thinking aloud process.

Means and Knapp (1991) stated

discussion was determined to be a critical component of
effective comprehension for low-achieving readers.

Discussion involved students in the thinking process

giving them opportunities to practice strategies. Through
discussion sessions, the thinking process of a reader can
be learned so a situation can be created to help the

student in understanding.
As previously stated, prediction was an important

part of the thinking aloud process and developed reading
strategies in low-achieving beginning readers (Clay,

Bergman,

1992.)

1991;

Low-achieving beginning readers were able

to use prediction when reading to narrow the field of

possibilities and to reduce the decoding load where there
was inadequate print knowledge (Bergman,

1992.)

Other

researchers believed reading was impossible without the

use of prediction.
Bergman and Clay (1992) agreed predictions in reading
were made from what the reader had sampled of the text and

expectations created by experience.

As reading progresses,

understanding and experiences expand; semantic, syntactic,

along with grapho-phonic, expectations of a text became
13.

more precise.

Clay stated an important element of prediction

was content.

Clay defined content as being the experiences

and language surrounding words which determine their
meanings.

For example, from a picture of an empty nest,

one would predict the story was about birds.

Clay (1991) found one way that capitalized on how
content helped prediction was by prior elimination of

unlikely alternatives.

Questions such as:

"Look at the

pictures on the cover.

Look at the title.

What do you

think this story is going to be about?", focused attention

to the meaning of the text.
Questions which made use of syntactic patterns of

language were used in a similiar way as well.

"What would make sense here?

For example,

Can we say it that way?",

focused attention on syntactic language patterns.

Grapho-phonic knowledge was capitalized with prediction

questions such as:

"Can you think of a word that makes

sense and looks right?

What would you expect to see at

the beginning or ending of this word?"

Once predictions were made, readers looked for

confirmation.

As readers looked for confirmation, only

the needed amount of information necessary was selected

from the available cues and cross-checked.

Additional cues

were brought into play if there was uncertainty. Searching

was always regulated by what made sense, and confirmed by
rereading or reading on.
14.

Introducing the concepts of print was another
way that developed reading strategies in low-achieving

beginning readers (Clay,

1989.)

Concepts of print showed

what readers knew about how language was written down.
Some of the concepts Clay (1989;

1991;

1992) stated as

important for written language development included:
knowledge about the front of the book, directional

movement, the print and not the picture told the story,
what a letter was, what a word was, where the first letter

in a word was to be found, pairs of upper and lower case
letters, and some of the punctuation marks.
Clay (1989) stated low-achieving beginning readers

should be provided with many opportunities for learning
these important concepts of print.

Directionality can

be supported early in beginning reading by finger pointing.
Readers matched the words they were saying, with the words

in the text.

Later, these movements became an efficient

mental habit.
An effective way of highlighting concepts of print

was through shared and guided reading experiences.

They

offered opportunities to check if print conventions had

been understood.

Writing was another way that provided regular experiences
for acquiring print knowledge.

Writing done in front of

children where words are said as they are written down made
children aware of how print conventions were used. Language
15.

experience techniques demonstrated the use of print
conventions in writing down children's language, and
later how meaning could be reconstructed using the same

conventions.

Children's own spontaneous writing was another way
that provided experiences with concepts of print. Writing
showed what the children have learned and what help
needed to be given next.

Writing a simple story involved

children in a building-up process of putting together
letters and words which make up sentences.

right conventions are reinforced as well.

Left to

During story

writing, children also become familiar with the forms of
letters.

16.

Reasons Supporting Oral Reading as Analyzes
of Strategic Instruction
Oral reading played an important role in accelerating

the mental processing of new information was one reason
supporting oral reading as an effective analyzes of

strategic instruction (Clay,

1991.)

Clay (1991)

found

saying words and sentences aloud resulted in greater
ability to recognize and understand written words and

sentences among beginning readers when oral and non
oral approaches were compared. She suggested oral language

played a supportive role in reading behavior.
Clay also reviewed self-correction behavior of beginning

readers and suggested that young readers respond
their errors, and correct them.

hear

This behavior of trying

out a response, rejecting it and finding a better attempt
was a way of processing carried out in the brain.

At

an early reading stage, errors are heard by the reader and

fed back into the processing activity of the brain.

Clay

suggested this prepared readers to mentally correct errors;
making oral reading a necessity for getting a feedback

system working.
Futhermore, as the reader gained control over simple

texts, more attention was given to reading work at the word

level.

Oral reading allowed for articulation of word

parts during word-solving when necessary to sharpen

phonological awareness for a particular situation.
Clay (1991) stated oral reading remained important as

17 .

the best situation to observe, check and reinforce
appropriate reading behavior in the beginning years of

reading instruction.

Clay suggested oral reading was an

aid to learning at the beginning stages of reading and

not something to be disregarded.
Another reason supporting oral reading as analyzes

of strategic instruction was that oral reading miscues
provided insight into the effect of instruction (Lyons,

1992.)

Errors, sometimes called "miscues," have been

analyzed in search of evidence about how children process

information while reading.

Lyons (1992) analysis of

reading behavior of beginning low-achieving readers
provided insight into the potential effect of instruction

on reading error patterns.

She examined the process

of learning to read by examining strategies and error
behavior of beginning readers.

She found differences in

error pattern behavior appeared to be related to the type
of beginning reading instruction and how readers attempted
to learn to read.

She further stated that a child's

learning was environmentally produced and could be changed.

Studies of error behavior showed that the nature of

instruction appeared to influence the strategies that

beginning readers form when learning to read.
Goodman (1970) stated miscues must be looked at as

reading behaviors which can unlock aspects of intellectual
processing.

According to Clay and Goodman,
18 .

reading miscues

are analyzed providing insights into reading strategies.
Both stated such insights revealed not only reading

weaknessess, but strengths as well.

Miscues were more

than errors, they were the results of the reading process
gone wrong in some way.

Standardized tests do not provide a good assessment

of reading strategies was another reason supporting oral

reading as analyzes of strategic instruction (Anderson,
Heibert, Scott, and Wilkinson,

1985; Clay,

1985.)

Researchers further stated standardized tests of reading

comprehension do not measure everything required to
understand a novel,

learn from a science textbook, or

find items in a catalogue.

Standardized tests cannot

asses plot analysis because the passages do not have
plots that are sufficiently elaborated to test this aspect

of reading.

The strength of a standardized test was not

that it provided a deep assessment of reading proficiency,
but rather that it provided a fairly reliable, partial

assessment cheaply and quickly.

Most standardized tests did not permit skilled readers
to use strategies that were important in normal reading.
For example, good readers used the structure an author

provided to organize, learn, and remember information.
The above researchers stated standardized tests as presently

written, do not allow readers to use strategies of this
type and, therefore, gave an impoverished picture of

19 .

reading comprehension.

Clay (1985) found standardized tests sampled from

all behaviors did not discriminate well until considerable
reading progress had been made by the reader.

However,

teachers identified their slow progress children before
Clay (1985) found twenty

standardized tests were given.

to twenty-five percent of beginning readers showed some

confusions and difficulties one year to eighteen months

before good assessments could be obtained by standardized

tests.
Clay (1985)

stated a more valid assessment of strategic

instruction was through systematic observation.

Early

assessments must be wide-ranging because children moved

into reading at different times.

A running record of

oral reading behavior, developed by Clay, was proven to

be a good assessment device.

Clay stated the running

record had shown high reliability, with accuracy and
error reliabilities of 0.90.
Running records of text reading had face and content

validity as well.

Running records allowed a closer

validity measure of oral reading and processing behavior.
Studying the error and self-correction behavior of the

running record showed if reading was done for meaning.

20 .

CHAPTER III
PROCEDURE

Sub j ects
The subjects of this study were twelve Chapter
One first grade students who were low-achievers in reading.

There were six boys and six girls in this study.

The

subjects were identified by their classroom teachers as

needing extra reading instruction.

A criterion-reference

form was used to determine placement.
Setting

School. The setting for this study was a city

elementary school which contained five hundred ten students
in grades kindergarten through sixth.

First grade class

rooms were self-contained with ability grouping within
each classroom for reading.

Community. The school system was located in a small
city in Southeastern Ohio.

The city had a population of

thirty-five thousand and featured nine elementary schools.

Seven schools qualified for Chapter One services due to
the socioeconomic status of the area.
Data Collection

Construction of the Instrument. The writer administered

the Text Reading section of the Diagnostic Survey developed
by Clay (1985) for the Reading Recovery program.

The

text reading level indicated the highest level of oral
reading read with ninety percent accuracy or above.
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This was used to obtain pre and posttest oral reading

scores.

An individual running record was used to record

oral reading behavior during the text reading section.
This enabled the writer to observe and note reading

strengths and useful strategies.

Administration of the Instrument.

The reading pretest

was administered individually before students were ex

posed to strategic instruction.

The writer administered

individual running records weekly throughout the study
to gain insight into strategy use to help guide instruction.
At the conclusion of the five month study, students were
individually tested with an equivalent form of the text

reading section from the Diagnostic Survey to obtain

posttest scores.

Each student read progressively harder

material until scoring below the ninetieth percentile
on two consecutive reading levels.

This gave three levels

Oral reading was recorded by

of reading difficulty.

taking a running record.

A reading level, error rate,

self-correction rate, and analysis of miscues was taken
from the running record.

Design

The writer used a classical T^ x T2 design with one
independent variable.

The T^ represented pretesting of

reading strengths a.nd weaknesses

22.

and observation of

reading strategies.

reading instruction.

The X referred to the method of

The T2 represented posttesting of

reading strengths and weaknessess, and observation of
reading strategies.

Treatment
The writer's independent variable for the experimental

study was the method of strategic reading instruction
developed by Clay (1985.)

This method was used daily for

thirty minutes as additional reading instruction outside

the classroom.

Throughout the study subjects worked in

groups of four or individually to learn teacher presented
reading strategies.

Many subjects in the study came from home environments
that had not provided a rich context for helping children
read and write.

Therefore early instruction included:

experiences such as how pictures and print can work together,
how stories are similiar, and how to orchestrate this

information in instructional situations.

It also included:

teacher modeling of early strategies such as directional

movement, one-to-one matching, and concepts of print.

The

writer used read alouds and shared and guided reading
sessions to provide these experiences.

A typical thirty minute instructional period included
the following components:

23.

Story Reading

The subjects began instruction by reading little
books that had natural language patterns at their
instructional reading level.

An analysis was done by the

writer of the running record which determined the instructional
This provided a

level and
f ramework from which to build instruction.

Many opportunities were provided to develop reading

and writing strategies.

This was done by rereading

familiar material, reading a new book at the subject ' s

instructional reading level, read alouds read by the writer,

and story writing.
During familiar reading time, which was around seven

minutes daily, children read books in unison
previously introduced.

that were

The writer made comments about

the story and its meaning, and on strategies the children
used as well. These books were often easy so fluent reading

could be practiced.

Sometimes a mini-lesson was used to

highlight a concept of print or to model a reading strategy

the children needed to learn.
Book Introduction and Strategy Development

A new instructional level book was introduced every
other day using a guided reading approach.

When introducing

a new book, the writer and children looked at and talked
about the pictures in the whole book.
book was used for this.

Sometimes a big

Through oral language, the children
24.

had a chance to become familiar with the plot,

important

ideas, and some of the language of the story.

Students

then read the new booh individually using their own copy
of

the book.

Teacher support and interaction was offered

on an individual basis and designed around individual
strategy development.

After individual reading, the book

was reread as a group in unison.

Returning to certain

parts of the text followed rereading to focus on strategies

and the use of cue systems•
The choice of questions depended on the type of cue
systems the writer observed the students using or not

using .

Maj or questions used were:

Does that make sense?,

Can we say it that way?, Does that look right?, or What
is wrong?
Self-Monitorinq Strategies
Before a student can achieve reading comprehension,

there must be an awareness of reading errors and the ability
to correct them.

The teaching of self-monitoring strategies

followed a sequential pattern.

The writer modeled self

monitoring behaviors before asking students to do it

themselves.
used to help students develop this important reading strategy:

Did that match?
What happened in the story when...
Can you find the tricky part?
What did you notice?
What do you expect to see at the beginning?
What do you expect to see at the end?
What can you do?
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There are different levels of self-monitoring, each
requiring different levels of thinking on the part of

the reader.
Individual Running Record
An individual running record was done the following

day by the writer using the previously introduced book.

Running records revealed processes by which the child
monitored and corrected reading performances.

While the

child was reading, the writer watched for and recorded
reading behaviors such as substitutions, self-corrections,
omissions, and insertions.

This was done using a type of

shorthand recording technique developed by Clay (1985.)

Afterwards, an

analysis was done that made inferences

as to the child's use of cues.

Uses of meaning, language

syntax, or visual information in print were noted and
hypotheses were formed about the child's use of reading

strategies.

This analysis helped make decisions about

the direction of instruction.

Word Analysis
During various points of instruction magnetic letters
and a magnetic board were used.

Children used these magnetic

letters to construct words or engage in word analysis.
Teaching for word analysis fostered the children's capability
to notice visual cues in meaningful context and to connect
that information with known information, supporting the

use of meaning and language structure.
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Story Writing
Story writing was done, but not an a daily basis.
During story writing, the children wrote known words and

attempted unknown words using invented spelling.

The

writer helped the children say the word slowly and to
predict the letters that represented the sounds in the

words.

In this situation, children learned to analyze

words and to make links between sounds and letters.
Sometimes the writer elected to write the word for the
child.
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CHAPTER IV

RESULTS

Presentation of Results
Pre and posttests of Text Reading were administered.

Gain scores were computed for subjects in this experimental
study.

These gains represented the difference between

the raw score on pre and posttests. See Table 1.

TABLE 1

Oral Text Reading Scores

N=12

Student #

Pre-Post-

Gain

1

2

9

7

2

1

11

10

3

2

12

10

4

1

4

3

5

4

7

3

6

4

10

6

7

4

7

3

8

3

12

9

9

3

10

7

10

3

4

1

11

3

10

7

12

2

10

8

28.

The writer computed the mean score as the measure

of central tendency and the standard deviation as the
measure of variance for pre and posttest scores.

method for ungrouped data was used.

The

Means and standard

deviations are presented in Table 2. Complete data can be

found in Appendix C.
TABLE 2

Mean and Standard Deviation Gain Scores

SD

Group

N

Pre

12

2.7

1.07

Post

12

8.8

2.76

X

The data was subjected to a two-tailed t-test for
dependent samples at the .05 level of significance.

Results are summarized in Table 3.

TABLE 3

T-Test Score

df.050 Critical Value

t

11

7.080

1.796

The computed t value was greater than the critical

value at the .05 level of significance.
null hypothesis

Therefore the

which stated, there would be no significant
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difference between the pre and post test oral reading mean

scores of students after they have been exposed to strategic
instruction, was rejected.

Since there was some statistical significance, results
were probably due to the manipulation of the independent
variable rather then chance.

Factors that may have affected internal validity of

the study included maturation of the subjects and statistical
regression.

Results of this study are limited to the subjects in

the study and can not be applied to the general first
grade population.

Discussion of Results

The results of this study supported the findings of
Anderson, Herbert, Scott, and Wilkinson (1985); Clay

(1985,

1991); and Lyons (1988) which stated low-achieving

readers profited from instruction in reading and reasoning

when instruction focused on known information to develop
higher-level thinking strategies.

The writer's study

also indicated low-achieving beginning readers' attempts
to read appeared to be influenced by the independent
variable of strategic reading instruction.

Even children

who brought very little to the reading experience appeared

to be in the process of becoming good readers.
This experimental study also supported the fact that

low-achieving young readers can change in reading strategies
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during the period of special instruction when attention
was given to error behavior.

The analysis of error

behavior on running records provided insight into the

effect of instruction on reading error patterns.

This

supported similiar findings by Lyons (1988) on error

behavior.
Thirdly,

the results supported the fact that low-

achieving readers can be brought into the world of

literacy using effective texts to support strategic
teaching (Clay,

1991; Bergman,

1992.)

The most effective

texts do not have controlled vocabulary but present real

stories with language close to the child's own.

As

children learned that reading and books were worth their

time, then as DeFord, Lyons, and Pinnell (1991) pointed
out, they spent more self-initiated time in books.

They

stated children who read or listened to trade books read
ten to twenty times more.
Additionally, the results supported the study by
Clay (1985) which showed instruction must be focused at the

strategy level and take into account the complexities of

the reading process.

Effective programs which focused on

strategies, such as Reading Recovery, facilitated reading

achievement to the extent of the basal program and have
facilitated higher achievement than basal programs in
controlled studies (Jacob, 1989.)

Finally,

in this experimental study low-achieving
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beginning readers appeared to learn metacomprehension
strategies, which supported the study by Schmitt (1990);
and Spiegel (1992.)

They found more learning was likely

to occur if students knew what the learning tasks were
and were specifically taught through direct instruction.
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CHAPTER V

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

Summary
School districts are always being challenged to seek
new methods of effective reading instruction for the student

who is falling behind in reading performance.

In the

past, the most widely accepted way to teach low-achieving
readers was by teaching "the basics" through a curriculum

organized around sequential skills.

Demonstrated success

on basic skills was to be mastered before the student
received instruction in higher-level thinking skills.

Effective reading instruction for low-achieving young

readers must move beyond the basic skills to develop a
range of reading strategies for thinking about printed

language and a knowledge of how to integrate them in the

reading process.
Restatement of the Problem
The purpose of this study was to analyze the effects of
strategic instruction on the oral reading behavior score

of first grade low-achieving students.

Restatement of the. Hypothesis
There will be no significant difference between the pre

and posttest mean scores of students after they have been

exposed to strategic reading instruction designed to
improve oral reading behaviors.

There were twelve low-achieving beginning readers involved
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in this experimental study.

Group members were compared

with regard to pre and posttest oral reading scores.

The

Text Reading section from the Reading Recovery Diagnostic

Survey was administered to achieve this purpose.

An

individual running record was used to record oral reading

behavior during the text reading section.

A reading level,

error rate, self-correction rate, and analysis of miscues
was taken from the running record.

This enabled the writer

to observe and note reading strengths and strategies.

The Oral Text Reading section of the Diagnostic Survey

was used to pre and posttest the subjects in the study.
The mean gain score for the group was 8.8.

Statistical

analysis was conducted to determine if a significant
difference existed between pre and posttest mean gain scores.

The computed t value was 7.080 with eleven degrees of

freedom.

The critical value of t with eleven degrees of

freedom at the .05 level of significance for a two-

tailed test was 1.796. As the computed t value was greater

than the critical t value, the null hypotheses was

rej ected.
Conclusions
This study demonstrated the value of using strategic

reading instruction for low-achieving beginning readers to

improve oral reading behaviors.

It demonstrated children

with lower ability may find difficulty in learning from

a pre-set curriculum, especially one which focused on
decoding skills with the exclusion of meaning strategies.
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It showed how young readers approached beginning reading
instruction was influenced by the type of reading instruc

tion.
Reading instruction for low-achieving beginning readers

should be based on their strengths.
instruction should include:

Effective reading

modeling of behaviors and

strategies, the reading of pattern texts that support readers
at their instructional level, reading that is focused at the
strategy level instead of focusing on isolated skills,

reading for fluency, and start from the Emergent Literacy
stage.
Recommendations
Teachers of low-achieving readers should encourage
students to use a balance of cueing systems, with the main

focus on meaning.

They should support the use of the full

range of information needed for reading.

Teachers should

show low-achieving readers the "how to's" of reading and
teach them what good readers do automatically so they can

achieve success in reading.
If the home environment has not provided a rich con

text for helping children read and write, the experiences

must be provided in the school setting.

Poor readers need

opportunities to spend the maximum amount of time engaged

in reading books and stories at an instructional reading

level, and receive direct instruction regarding important
skills and strategies.

35.

Finally,

first grade teachers need to be involved

in workshops to understand the importance and ways to use

strategic instruction.

Training would enable teachers to

become sensitive observers of children and teach them how

to make efficient choices concerning appropriate procedures

for the individual child who is struggling in reading.
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APPENDICES

APPENDIX C

Pre Test (N=12)

d£

d

X
2
1
2
1
4
4
4
3
3
3
3
2

X=32

=

X=£X

-.7
-1 . 7
.7
-1.7
1.3
1.3
1.3
.3
.3
.3
.3
-.7

.49
2 . 89
.49
2.89
1.69
1.69
1.69
. 09
. 09
.09
. 09
.49

d = 0.0

d2=12.68

2.7

N

d2
s. d.=
N1
\

=

1.07

Post Test (N=12)

d^

d

X

0.04
4.84
10.24
23.04
3.24
1 . 44
3 . 24
10.24
1.44
23.04
1.44
1.44

0.2
2.2
3.2
-4.8
-1 . 8
1.2
1.8
3.2
1.2
-4.8
1.2
1.2

9
11
12
4
7
10
7
12
10
4
10
10

106

d2= 83.68

d=0.0
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X= 8.8

s.d.= 2.76
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